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The Eﬀects of Metacognitive
Monitoring Training on L2 Reading
Sachiko TAKAHASHI※
英語リーディングにおけるメタ認知モニタリングの働き
高橋　幸子
　本研究では、英語リーディングに焦点を当てて、メタに認知ストラテジーの本質を明ら
かにしようと試みる。何がきっかけで、メタ認知力が引き出されるのか、その効果はどの
ようなものなのかを、英語リーディング力を伸ばすことに主眼を置き、日本人大学生を対
象にして調査した。
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1 Introduction
1.1 Meta-cognitive strategies in second language reading
　Meta-cognitive strategies are learning strategies that, according to Oxford, Lavine, 
and Crookall, (1989), consist of evaluation, self-monitoring, and planning. In spite of the 
fact that some researchers consider meta-cognitive strategies to enhance communicative 
competence (Bachman & Palmer, 1996), the nature of meta-cognitive strategies is still 
not clear and the way of developing such strategies has yet to be ascertained.
　Some meta-cognitive theorists insist that self-regulation can be established by 
selecting appropriate strategies, testing one’s comprehension and state of knowledge, 
correcting one’s deficiencies, and recognizing the utility of cognitive strategies (Paris & 
Newman, 1990; O’Malley, Chamot, Stewner-Manzares, Kupper, & Russo, 1985; Oxford 
& Shearin, 1994). Bandura (1993) states that firm belief in one’s self-regulatory skills 
provides the needed staying power. As learners’ belief in the efficacy to regulate 
their motivation and learning activities becomes higher, they are more assured in 
their efficacy to master academic achievement. Perceived academic efficacy, in turn, 
promotes intellectual achievement both directly and by raising academic aspirations 
(Schunk & Zimmerman, 2007).
※　本学文学部英語英文学科
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　Research related to meta-cognitive strategy is found in L2 reading studies. Oakhill 
and Cain (1997) state that some people excel in L2 reading due to meta-cognitive 
monitoring. Meta-cognitive monitoring means that learners should be more conscious 
of their own reading. They should know that they can control and increase their ability 
through their own efforts. Good readers can self-monitor their own reading process 
and solve difficulties when they meet them. Thus, it can be proposed that L2 reading 
ability can be increased if the learner’s meta-cognitive strategies are developed. Most 
learners are not conscious of their own learning process, so it is expected that there 
will be a greater margin for improvement in their proficiency and ability to self-reflect. 
However, in the EFL context, little data have been collected to explore the effects 
of meta-cognition on L2 reading. Kimura (1999) questioned whether the effectiveness 
of the instruction could be demonstrated in meta-cognitive awareness for reading 
comprehension. Takahashi (2003) conducted a questionnaire-based study of Japanese 
university students’ attribution for failure in L2 reading. The results indicated a strong 
belief among lower proficiency students of their deficiency of ability. These findings 
imply a need to develop their meta-cognitive strategies.  
1.2 Background to the study
　The proposal of meta-cognitive strategy training originated in a study which aimed 
to investigate Japanese university students’ attribution for L2 reading failure (Takahashi, 
2003). The results of a factor analysis indicated five important factors: environment, 
ability, text difficulty, effort, and task orientation. Importantly, the high and 
low proficiency groups showed different attribution profiles. Particularly regarding 
factors of ability and effort, there were significant differences between both groups. 
This finding might help to explain those students’ hidden perceptions about their 
failure in L2 reading. The finding that different proficiency groups showed different 
attribution patterns suggests the need for sensitivity to the individual differences 
among learners. 
　Based on these findings, it seems essential to provide students with lower reading 
proficiency with some means by which to remedy their situation. To this end, an 
experimental design was proposed in this study. One idea was to enhance students’ 
meta-cognitive strategies. Another idea was to provide students with as much input as 
possible. The researcher anticipated that it would also be ideal to change the learning 
environment, not only in the classroom but also outside the classroom because most 
university students (if they do not major in English) have English classes only once 
or twice a week in their university. Out of the classroom they do not have much 
opportunity to improve their second language proficiency. One or two class sessions 
a week are not enough to motivate students to learn a second language. Thus, a 
combination of in-class and out-of-class activity was designed.
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　The first intention of the study was to gradually increase learners’ meta-cognitive 
monitoring. It was expected that if this increase occurred, they would be more 
conscious of their own learning and would notice the gap between the input and their 
language. Eventually, they would be expected to exhibit an improvement in reading 
skills. Based on the understanding that the students in the treatment group would be 
provided with a meta-cognitive strategy training program, the study was guided by the 
following research questions:
　(1)  Does the treatment group gain better scores in the L2 reading test than the 
control group?
　(2)  How does the treatment group change their beliefs about their L2 reading over 
time? 
2 Method
2.1 Participants
　Ninety-three female students aged 18 to 20, studying at a four-year private Japanese 
women’s university, located in a medium-sized city in the western part of Japan, 
participated in the study. The university was ranked as just above the average 
of all private universities in Japan (T = 56) by a preparatory school for university 
entrance examinations (Yoyogi Seminar, 2011). The participants of this study were 
first year students, non-English majors. They were taught reading by the same 
teacher (the researcher) at the same university. They had studied English for 
an average of more than six years through the formal educational system outlined by 
the Japanese Ministry of Education, Culture, Sports, Science, and Technology (2011). 
The participants were studying English as a general subject. Reading is a required 
subject in the university and all students were taking one weekly 90-minute reading 
class and one weekly 90-minute listening/speaking class taught by a native speaker 
of English. The participants were in two separate classes which showed a significant 
difference in their reading proficiency. These two classes served as Treatment and 
Control groups. 
2.2 Treatment
　The program design appears in Table 1. At the beginning of the program, an L2 
reading proficiency pre-test was administered to both the treatment and control groups. 
The test was chosen because it was a standardized test and focused on the receptive 
skills of listening and reading. The meta-cognitive strategy training program consisting 
of eleven sessions (in-class activity + out-of-class activity + the completion of a meta-
cognitive strategy training form) was conducted with the treatment group. Meanwhile, 
the control group had a similar program consisting of twelve sessions (in-class activity 
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+ out-of-class activity). A post-test was administered to both groups prior to the 
termination of the program. A different reading proficiency test (at the same level as 
the pre-test) was used as a post-test.
　The two groups had the same amount of input both in and out of class. As an out-
of-class activity, the participants of the two groups were given an assignment every 
week. They had to access their teacher’s homepage and accomplish an L2 reading 
task. Although the two groups received the same quantity and quality of L2 input, only 
the treatment group had to complete the self-monitoring form every week. The self-
monitoring form was created in order to make the students more conscious of their L2 
reading process. The form was designed as simply as possible, to avoid increasing the 
students’ workload (they were required to fill in the form next session after they finish 
each out-of-class activity). 
Table 1. Flow chart of the study design
Out-of-class activity for both the treatment and control groups
　It was hypothesized that students with more input would improve their reading 
skill. Therefore, along with the in-class reading activity, an out-of-class activity was 
introduced to help achieve this goal. In the teacher-fronted classroom, students were 
introduced to intensive reading skills such as vocabulary building, skimming, scanning, 
summarizing, answering comprehension questions, and translation. To complement this, 
a different type of reading was prepared as an out-of-class activity. This out-of-class 
reading activity was uploaded every week on the researcher’s home page and all the 
students including both the treatment group and the control group could access it only 
on campus (see Figure 1). The text type changed every week. The criterion of the text 
choice was based on descriptors from the Common European Framework (Council of 
Europe, 2001) for Level B1. 
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Figure 1. Out of class activities
Meta-cognitive strategy training for the treatment group
　A meta-cognitive training form (written in Japanese) was created to help the students 
of the treatment group improve their meta-cognitive monitoring. An English translation 
of the form is reproduced below in the Table 2. The responses ranged from 1 to 4.
Table 2. Metacognitive training form (English translation)
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3 Results
3.1 Statistical analyses
　An analysis of covariance was performed on the post-test with SPSS v.19.0 for 
Windows statistical package program. The independent variable consisted of group 
(Treatment and Control). The covariate was the pre-test scores. 
　The result of Levene’s test was non-significant, (p = .158), which confirmed the 
assumption that the variance of the groups was homogeneous. Furthermore, skewness 
and kurtosis of the pre-test scores in the control and treatment groups were analyzed. 
Group variance, arithmetic mean, and median values of the scales in the control and 
treatment groups were similar. The assumptions of normality of sampling distributions, 
linearity, homogeneity of variance, homogeneity of regression, and reliability of 
covariate were satisfactory. 
Table 3. Descriptive analysis of the pre-test and post-test
　The difference in the post-test scores between the treatment and control groups, 
which were adjusted according to the pre-test reading scores, was not statistically 
significant, as summarized in Table 4. This finding does not support the study 
hypothesis which says that scores in the treatment group would increase more than the 
control group.
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Table 4. Analysis of covariance of post-test scores
3.2 Like or dislike about English in general
　The participants were asked whether they liked English in general or not at the 
beginning and the end of the semester. They answered the question by choosing 
one from the following options ‘̶like’, ‘so so’, or ‘don’t like’. Figure 2 shows the 
frequency of the responses at the beginning and the end of the semester. Most 
participants' beliefs became more positive over time.
Figure 2. Change of students’ belief about English
3.3 Participants’ responses to the questions on the meta-cognitive training form
　The 1st and the 12th training forms were selected and analyzed in order to see how 
the participants’ beliefs about English and L2 reading had changed. Table 5 shows the 
change over time. A repeated t-test was conducted to confirm whether the students’ 
belief subcategories had changed. As expected, the students’ responses to the questions 
(regarding difficulty, comprehension, interest, enjoyability, and confidence) changed 
significantly after the treatment. 
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Table 5. The belief change over time
4 Discussion
4.1 Answers to the research questions
　The results of the present study show that the meta-cognitive training program did 
not have a positive effect on the scores of a reading proficiency test. Both the treatment 
and control groups gained scores similarly in reading although the two groups had a 
difference from the beginning. A significant between-group difference did not appear in 
the reading scores. The researcher assumed that the monitoring form would work more 
effectively in the treatment group and the participants in the treatment group were 
expected to perform more conscientiously than those in the control group due to the 
self-monitoring form. However, there was no difference in eagerness between the two 
groups. Both groups conducted the out-of-class activity well and submitted the record 
of the activity without fail every week. The self-monitoring form was not created well 
enough for raising the consciousness of the treatment group. Probably, the participants 
in the treatment group automatically completed the questionnaire and did not reflect on 
their own reading. 
　Nonetheless, the self-monitoring forms of the control group showed a significant 
change in their beliefs about English. It was clear that students’ preference about 
English changed in a positive way. Furthermore, the positive change in their responses 
about difficulty, comprehension, interest, enjoyability, and confidence indicates the 
students’ willingness to read in English although the self-monitoring form did not work 
well. Fortunately, by the end of the semester most students reported they were more 
likely to read in English. The nature of self-monitoring (meta-cognitive strategy) under 
these conditions is still unknown because there was no difference observed between 
the two groups. More research is needed to investigate the mechanisms involved in the 
reading process̶what triggered the meta-cognitive strategies in reading.
4.2 Implications for future research
　The meta-cognitive strategy training form did not work for the treatment group 
because both groups improved their scores in the post-test in the same way. Therefore, 
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it would seem that some other effective meta-cognitive strategy training should be 
applied for the treatment group. For example, discussing the nature of meta-cognitive 
strategies and the training they need in a class or in a small group might be useful. For 
the treatment group, the first step would be to have them notice and monitor how they 
are actually reading and to help them clarify their reading difficulties. This may help 
them to devise their own solutions through repeated practice so this process would 
become subconscious leading to improve reading proficiency. 
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